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Assessing to Differentiate Instruction

" his chapter presents assessment as integral to the

540.,

problem-solving process teachers use to gather
data about factors that influence students’ comprehension

WAssessment should be used to uncover both student
st eds {versus weaknesses). Stich information is
assential for teachers to craft comprehension instruction that
is customized to the diverse needs of today’s students. The
chapter discusses this kind of instruction, called "differenti-
ated instruction,” in relation to the characteristics of a

variety of learners, including English learners and low-
performing students,
The chapter also highlights an additiong

assessment; to motivate students to learn.,
learning holds promise for improving students comprenension
development.

The chapter explains examples of informal assessment tools,
as well as guidelines for conducting and using assessment infor-
mation. Assessment tools are also featured in the appendices.
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“What is assessmment and why is it important?
- What guidelines are important for judging assessment?
How are learner strengths and needs linked to assessment?

What different types of assessment exist, and which types are recommended for
" comprehension? Why?

What do the Five Factors have to do with assessment?

What is assessment for learning (AfLJ?

What is differentiated instruction? Why is it needed?

How can teachers differentiate instruction for diverse learners?

Introduction

Isrt it ironic, the state doesn't test what really makes us special. They don't even know how.

T. ROBERTS, 2004

eaching students to use the Comprehension Problem Solving (CPS})
process to find and create big ideas is an important piece of the compre-
hension puzzle. More pieces are needed, however, to complete the picture. One
is assessment. Effective teachers assess what makes learners special, along with
other factors. They gather assesstnent information about the most influential
factors that determine comprehension success. The goal is not just to collect
scores and track student progress. Assessment data should be used to change
instruction—to teach differently, because students are different. In this process,
teachers use problem solving to design instruction likely to increase success.
Teaching, like comprehension, involves inguiry.

Currently, widely used comprehension assessments focus on a few tasks
and thus limit the literacy curriculum to the teaching of those few tasks. It is
ternpting to test what is easiest O measure, such as word pronunciation and -
fact knowledge. As Albert Einstein cautioned, however, what is easiest to count
may not count the most.

Good comprehension assessment is expansive. It considers the product or
outcomes of comprehension (ie., learning content), the processes that create
understanding, and much more. Effective comprehension assessment targets all
of the Five Factors that influence success. The goal is differentiated instruction.
This is the antithesis of the destructive practice of “handing a pacing guide to
teachers and giving thern no say in its development and no choice about imnple-
menting it” {Knight, 2009, p. 512).
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Using the Five Factors for Assessment

ssessment 15 about asking questions and seeking answers. The Five Fac-
tors that impact comprehension (bolded below), combined with the
five W + H questions, serve to organize the assessment questions teach-
ers need to ask {Lipson & Wixson, 1997; RAND, 2002} -

8 WHO am [ teaching? (specific learner characteristics)
m WHAT am | teaching? {(critical literacy tasks, such as CPS)

e WHY am | teaching the task? (student needs and the importance of the
literacy task)

= WHAT materials are best? {variety of contentrich texts) @
# WHERE should I teach? (learning context that is supportive)

# WHEN should I teach a particular concept or skill? (learner readiness to
learn and district course of study}

a HOW should I instruct students? (differentiated teaching practices based
on identified student strengths and needs)

/

Many aspects of the Five Factors are external and visible, which makes them
easier to assess (Fountas & Pimnell, 2006). Observable factors include (1) the
organization and format of texts, (2) aspects of the comprehension task, (3) the
context in which the text is used (where and with whom), and (4) teaching
methods. Internal invisible comprehension factors have to do with the learner’s
cognition and emotions. Teachers need tools to uncover and reveal specifics
about each student's motivation, background, knowledge of, and ability to use
comprehension strategies within the CPS process.

No single assessment tool yields a perfect picture of these factors. Assess-
ment is always about estimating, so multiple tools are needed and assessment
must be continuous, Continuous monitoring of the Five Factors enables teach-
ers to approach planning flexibly and make good instructional choices moment
by moment, day by day, and week by week, using assessment data as a guide.

The complexity of the comprehension task and variability in learner char
acteristics, texts, and learning contexts make effective assessment complex. Add
individual teacher variables and assessment can seem daunting. Nonetheless,
evidence is necessary for informed decision making and central to how effec-
tive teachers approach instruction. Assessment allows teachers to know where
to start and how to stay on track.

Using Assessment to Plan Instruction

ontemporary assessment is correlated with national, state, and local
standards created by professional organizations, such as the Internation-
al Reading Association and National Council of Teachers of English.
Standards are goals that describe what students should know, do, and be related
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to tasks such as comprehension (Drake & Burns, 2004). Good assessment gives
students multiple ways to show what they know and can do in rejation to com-
prehension. This information gives clues to the kinds of readers, listeners, and
viewers they are becoming. :

Assessment is a part of instructional problem solving used to craft ap-
propriate instruction (Pressley, 2007). It involves collecting and using data. if
assessment information is not used as the basis of instructional planning, col-
lecting that information is a waste of time and money. The entire planning
process can be summarized with the acronym APIE: assess, plan, implement,
and evaluate (Stephens, 1970).

£ Assess. The first step in planning instruction is t0 gather information about the
"= Five Factors, as discussed previously.

% Plan. Assessment should result in a flexible plan to differentiate instruction using
whole-group, small-group, and individual teaching formats embedded with the
other best comprehension practices that were listed in Ready Resource 3.5,

Implement. Once the instructionat plan is implemented, teachers monitor student
responses, re-assess, and revise instruetion with success for ali students in mind.

Evaluate. Teachers continually evaluate the effectiveness of the plan, based on stu-
dent improvement and long-term comprehension gains. Genuine effectiveness
results in long-term gains, not fleeting success with a lone strategy or short-term
retention of izolated facts.

%%m

The goal is for students to do what gogg_jggdgg_c_ip: take an inquiry stance
to texts and use a problemsolving repertoire to extract and construct big ideas.
Excellent comprehension instruction secks a deep change in how students think
and what they think.

We gather assessment data to answer the questions “What's going on now?”
and “What should happen next?” For example, teachers need to know where
each student is in the development of selfregulated use of problem-solving
strategies. Does the student start text use with clear purposes? Does the student
generate questions ahout connections between the text and his or her back
ground and immediate purposes? To what degree does the student initiate such
strategies? Appendices A and B contain example checklists to record student
acquisition of CPS strategies over time. This kind of informal assessment data
is used to plan instructional experiences, including regular conferencing, t0
motivate students to work toward the goal of effective strategy use.

Assessment for Learning (AfL)

e assess in order to inform instructional planning and to monitor stu-
J dent progress. But there is another purpose: to motivate learning.
Assesstnent for learning (AfL) is an approach to assessrent that
promotes comprehension achievernent by putting student motivation at the
center of thinking about texts. Of particular importance is sharing assessment

.results with students so they can set cotmaprehension gealé, which then will di-
rect future learning efforts. Coupled with ongoing feedback on progress toward
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specific goals, AfL has proved a strong influence on motivation and learning
(Stiggins, 2004). it rivals one-ON-ONE tutoring in effectiveness, especially with
low-performing students, because assessment is FOR learning, not just OF learn:
ing. AfL changes how students comprehend; it does not just measue what they
comprehend. It is formative—it involves doing observation and giving feedback
as students practice strategies like inferring or imagining. AfL can be summa-
tive, too, when it describes achievemnent resuits.

In AfL, W@Mﬁs are made clear through teacher think alouds,
Wi Weokﬁs&s. Assessment results detail where students
stand in comparison to progress points toward top comprehension goals. These
top comprehension goals include (1) understanding of big ideas (products) and
(2) use of the CPS process. Students become assessors themselves: they seif-mea-
sure by using varied informal tools, such as checklists and rubrics, which are
central in clarifying literacy goals. Students track their own progress and make
changes, using feedback, which in turn increase the quality of their work.

In sum, teachers who use assessment for learning

1. determine criteria for success at the outset.
7. create fluid assessment criteria.
3. give continuous, specific feedback.

DETERMINING CRITERIA FOR SUCCESS AT THE OUTSET

Specific aspects of the comprehension task need to be made clear to students in
advance of text use (refer to Ready Resource 4.1} Th'" engages
the students’ motivation to learn and unites students and teachers in pursuit of
excellent work. Students come to understand that feedback is meant to increase
comprehension, not grade it.

Comprehension criteria or goals are best developed when teachers work
with students, explaining what high-level comprehension is and modeling how
it is achieved through CPS strategies. Teachers provide both examples and pon-
examples so students can observe what (o do and what not to do. : Students are
asked to identify good and poor examples of comprehension strategy use, and
they should immediately practice strategies modeled in the context of continu-
ous text, rather than practicing with isolated sentences or words.

CREATING FLUID ASSESSMENT CRITERIA

Although goals need to be specified, room should be left for the unexpected. No
teacher can anticipate all the possible manifestations of something as complex
as the comprehension process OF the products students may create to show urr
derstanding. Teachers have to be ready to embrace novel evidence. For example,
a student may offer an answer that doesn’t seem to show the CPS process of
inference. The teacher shoutd follow up with questions like, "How are you think
ing that answer is an inference?” Questions like this one seek more information
(assessment) and allow the teacher either to re-teach inferring (e.g., define it, give
examples, or model again) or agree that the student’s answer made sense.
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Comprehension is both a process and a
immediate understanding and long-term k

rore gradie
between product and process criteria.

that feature big ide
from any text.

Students should be able fo...
a Find and shape explicit big

ideas {complete thoughts)
from texts.

s Construct summaries and
synthesize products that
demonstrate _comprehensi:on L
of high-value big ideas. . -

ground knowledzge.

a Construct original big ideas
(complete thoughts) from texts
using text evidence and back-
ground knowtedge 1o support
these conclusions.

= Explain that the goal of com-
prehension is to make sense by
using problem-solving strate-
gies to find and construct big
ideas using text evidence and
background knowledge.

product. The comprehension produ fe _
nowledge gain {RAND, 2002}. Top- and bottoﬁ’;_—ie'\_kgl” R

descriptors for a Comprehension Task Rubric are
nts between these levels for both the pro

Description: Use 2 problem-solving repertoire of str
as. Big ideas are the complete thoug

‘Students should be able to ..

? Justify éb_nclusidns (b_ig'id_eas)l“i .‘ '-'..-denée 'a'rz'd'reie_\'fah'f_ back’grbup_d*kndv&[@dgeﬁ'- R

using text evidence and back- T e A dgust S‘tr afé'gi i

¢t has two main features:

provided below. To use the rubric, simply add two of
- oduct and the process. Note that there isoverlap

ategies to construct meaning of create solutions -
hts that & reader, listener, or viewer candraw

w Persist in problern solving until the tomprehens:ioh-t'ask‘._'
is accomplished.. e )
Concentrate, focus, and sustain text 4éngagéfneht it
 the comprehension task is _acqqmplé_sbed,:.. G
e lhdepe‘ndé.nt!y,'ﬂé'ﬁibl).’.,' and purpé'séfu_l_ly"Liélé_-_-zg.'éomw _

g strategies

. plete set of eomprehension pr_pblléﬁé—s;_dlvi_n
to find-and construct big ideas derived from text evi=

_ text éﬁz}faﬁté{is‘ﬁcﬁé.rthatf.;;éfisq.tﬁ-{ﬁe_ :
author's or artists purposes. T TR e
) M’a_\ke_unusual‘_coénec,tions _émcn_g con:cepts,. topics,
and themes. ' LT
! Explain‘the'compreh.ensioa strategies they used-to.de- -
rive big ideas. : : TR
a Explain their choices'and'prov'ide evidence to support
their big ideas (details and patterns). '
& Judge, use, and respond creatively to diverse texts, -
including electronic and multimedia texts: o

= Work collaboratively; including listening and giving -
suggestions, 1o make sense _of texts.

m Use Wfit‘;en, technology-based, and artistic forms to.

show comprehension (product). B S
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Students should be ableto ... Students shoutd be able to . ..
& Find key concepts, topics, e Complete the comprehension task with scaffolding.
and explicit main ideas in & Concentrate on the text, when supervised.

‘ .par_agraphs. = Name a few comprehension strategies, when prompted.
= Construct paragraph-levet main
ideas from relevant details,

with coaching.

z Predict, image, and make personal connections to texts,
when prompted.

& Connect the text with background knowledge, although
the connections may be tangential or irrelevant.

w Construct big ideas from above,

with coaching.
: 5 Explain and give examples of basic differences between

nanfiction and fiction and between stories and informa-
tional materials, - '

e Retell key information, such as
© narrative elements.

' ﬁ Say that the goat of compre-
- hension is to make sense of

' texts, without necessarily being : . _
able to explain or give exam- s Work collaboratively, including listening and giving sug-

. "pies of what this means. : gesi:iohs, to make sense of texts, under the direction of a
teacher. '

S w-lse and'respond to diverse texts, including electronicand
multimedia texts, by following directions. T

= Use oral, written, technotogy-based, and artistic forms to
show comprehension (product), when these forms are
highly structured.

I

GIVING CONSTRUCTIVE FEEDBACK

Students are mITEHEELY to sustain motivation and meet goals when they receive
specific guidance. Constructive or descriptive feedback provides this guidance.
That's why athletic coaches routinely use constructive feedback to describe
what they see athletes doing that is working or not working.

Constructive feedback is more than praise. For the purpose of comprehen-
sion, it focuses on the teacher describing what and how students seem to be
thinking and on scaffolding so students think more deeply. For example, “You
seemn Lo be inferring that the spider was dumb, What in the song makes you
think that?"

Constructive feedback often involves questioning, followed by feedback.
Questions like, “What are you thinking?” and “Why?" can help students de-
scribe their ideas so teachérs can then respond. Other questions, like, "What is
working?" “What do you need to do?" and "How can I help?” ensure that stu-
dents comprehend the purpose of feedback and understand they are expected
to participate in solving their own problems.
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The most meaningful feedback is not oneshot. Feedback should be ongo-
ing, and it can cOme from sources besides teachers. For example, students can
selfassess their own thinking strategies by using a checklist of CPS strategies
and then give themselves feedback. Peers should also be traught how to give
constructive feedback that is specific and useful.

Principles of Assessment

even important principles guide the selection, construction, adminis-
gration, and use of assessment tools.

1. FOCUS ON STRENGTHS AND NEEDS

Although it is common to assess what students don't know and can't do, it is
more effective to identify their strengths. Student needs can then be addressed
through their strengths. For example, CPS strategies can be practiced with any
text, so why not use texts of high interest? To do so, teachers use tools such as
interviews and interest surveys early in the year. If a seudent knows a ot about
raccoons, teach him strategies by using texts about raccoons. These can be
fiction, nonfiction, or even texts the student generates by writing Of through
dictation to the teacher, Students may end up reading different books during
independent reading time and reading some COMMmon texts (e.g., ones on ani-
mals) during small-group work.

2. ASSESS AUTHENTICALLY

When information about comprehension is gathered in a context and a man-
ner that reveal what students really xnow and can do, it is called “authentic.”
Paper-and—pencﬂ rests are inauthentic when they fail to capture complex think:
ing, such as CPS. An example of authentic assessment is coaching students to
explain their thinking about a text at the moment of use. This kind of coached
conversation should take place frequently, and it provides valuable informa-
“tion £o gauge Progress. The CPS Checklist {(Appendix B.2) can be used to guide
observation and coaching.

3. ASSESS HUMANELY AND REALISTICALLY

Assessment must be humane and doable, The process has to uplift, not dis
courage students. Sitting side by side doing an interview ot going over 2
checklist can be socially rewarding and enjoyable. Students should feel proud
of their gains and motivated by clear goals that are made congcrete in progress
folders (see the discussion of portfolios jater in this chapter). The challenge
is to create assessment tools and procedures as creative and dimensional as
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comprehension itself. Note: If you sit with your dominant hand away from the
child, you can make notes with less distraction. Kids may ask what you are
writing, and thete is no reason not to show them.

4, MAKE ASSESSMENT MULTIFACTORED

No single checklist or collection of anecdotal notes can create a full portrait of a
learner's comprehension (Pressiey, 2007). All assessment results are samples that
merely provide estimates. Multiple and varied assessments reveal a more com-
plete picture of a student’s thinking about comprehension. In addition, use of
several different kinds of assesstnent gives breadth of information to document
comprehension process and product growth more accurately over time.

Culminating projects (presentations, performances, and exhibits) and
portfolios may be combined with traditional tests to show the ultimate com-
prehension product—the big ideas that make up content or subject matter.
The opportunity to choose how to show comprehension motivates studernts,
especially those who have a track record of failure with traditional tests. Writ-
ing in diverse forms, participating in discussions, and creating arts products are
important response options for students and assessment opportunities for teach-
ers. These alternatives result in observable products that make comprehension
visible. Chapter 9 explains more about response options.

5. USE ONGOING ASSESSMENT

Assessment data should be collected in many ways and from a variety of sources
in an ongoing manner. Parent and student interviews, student selfreflection
on goals, teacher observation, and peer feedback are important. Every lesson
should include assessment opportunities. For example, teachers can punctuate
Jessons with time to discuss strategies that are working or not working and how
to make strategy use more effective. Written drafts and work samples can be cok
lected to help the teacher lay out concrete progress {e.g., use of more details to
support big ideas constructed from texts).

6. MAKE ASSESSMENT TRANSPARENT

Daily observation of students working in real time on real comprehension
tasks is the bulwark of comprehension assessment. Teachers can use sticky
notes on a clipboard to jot down what a student is doing and what might
be needed. These notes can easily be transferred to individual folders, which
students should be able to access. Imagine a bin of folders students examine
daily because they want to know about their own progress. lmagine students
eager to see the latest note posted by the teacher, and students noting evidence
of their own. Imagine them requesting conferences to discuss progress. Imagine
first graders asking the teacher to include evidence they provide about their
own strategy use. Vision can become reality when basic assessment principles
guide common practice.
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7 ASSESS TECHNOLOGICAL CAPABILITIES

Flectronic texts are now common reading, [istening, and viewing (Casey, 2008).
Educators need to teach and assess digital text knowledge and skills, especially
online reading capabilities. Educational Testing Service, among other groups, is
developing models for assessing online digital literacy, and the State Education-
al Technology Directors Association offers frameworks for assessing technology
literacy {Coiro, 20034, 2003b). Unfortunately, state reading assessments do not
currently measure the strategies needed to navigate and comprehend text on-
line {Leu et al, 2004). Chapter 5 includes guidelines for teaching Internet use,
Chapter 6 addresses motivational properties of digital texts, and Chapter 9

examines how students can create texts, including written, arts-based, and com-

puter-generated texts, to show comprehension.

Types of Assessment

omprehension assessment should identify specific needs that must be
addressed if students are to be putona successful path. It is inadequate
to confine assessment to sub-skills, such as word recognition fluency
and decoding, since comprehension is not merely the consequence of adding
up phonic skills and accumulating new words. Children may have adequate
word-level skills but lack key comprehension assets, especially problemsolving
skills and relevant background knowledge (RAND, 2002). Effective comprehen-
sion assessment should reveal how students

are motivated, especially through interests and goals,

s think about themselves as readers and comprehenders, especially their
views ot good readers and the role of meaning making in reading.

a use problemsolving strategies—which ones, when, how, and for what reasons.

= use information from texts to solve problems in their own lives or the world.

s change and build knowledge (big ideas), including how they respond to
swhat if’ and ‘I wonder why" questions.

2 think about texts, including their structure, format, accuracy, and artistry.

= respond emotionally and aesthetically to texts.

As a result of the need to identify so many different factors, effective as
sessment takes a variety of forms, including external evaluation, benchmark
assessments, and classroom assessments.

W watien’ is a process of using standardized tests to make deci-

“sions at the school and district level. Student achievernent is compared to
state and national norms, and data are used to cite individual schools for
excellence or lack of adequate yearly progress. Program assessment is not
addressed in this book.

2. chmark assessmenizare used to gauge student progress toward cur-
fic st standards. Teachers use these tests for instructional
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ptanning, especially grouping for needs and communication with students

an L N—
S
3.¢Classroom assessments aigh teachers in planning differentiated instruction.

—heseESsaRments are informal tools that zero in on specific comprehension
needs and strengths. This form of assessment is the focus of this chapter.
/@m@m{gw@w& S >
ASSESSMENT VERSUS EVALUATION Mé&f/
I keep this quote posted near my desk: ‘A grase-is irardequate Teport of an inac
curate judgment by a biased and variable judge of the extent to which a student has
attained an undefined level of mastery of an indefinite amount of material” {Dressel,
1983, p. 10). The terms assessment and evaluation are often used interchangeably,
but assessment is distinct from evaluation and grading. Evaluation focuses on
judging goodness {i.e., placing a value judgment on progress), while assessment
focuses on gathering evidence, particularly through teacher observation.

SUMMATIVE VERSUS FORMATIVE

External evaluation (versus student selfevaluation), including grading, is a reali-
ty in the schools. It occurs after instruction and summarizes Jearning, hence the
label summative. Assessment that begins before teaching and continues during
the learning process to inform and form teaching and learning is formative as-
sessment, Formative assessment should be embedded in all lessons and should
Helhde both teachers and students. Teachers need to observe student responses
continually and modify their teaching based on that feedback. For example,
teachers may ask more guestions, give additional examples, change the pace,
and so on. Students also need to do self-assessment tO help “form" their own
learning. For example, they can track their use of targeted CPS strategies during
independent teading. Selfassessment boosts ownership of comprehension, be-
cause the learner decides what is working and not working. Goal setting should
follow and should focus on personal improvement, not just grades.

FORMAL VERSUS INFORMAL

Formal tools (i.e., standardized tests) are mostly used to obtain summative data
on student performance for program evaluation. With analysis, standardized
tests can teveal specific needs {e.g., problems with inferring}, but the analysis
process is labor intensive and of limited use, since how students arrived at their

ans\wmsu\rﬂ{:iwrx. :
Tnformal tools yield specific information about comprehension, not just

SreerrEite ~Fhey give teachers what they need: specifics to teach (Re-
utzel, 2007). Students can also use these tools to set goals.

Commeon informal assessment tools, such as informal reading inventories

(e.g., Leslie & Caldwell, 2006), and running records assess some aspects of com-

prehension. These tools allow teachers to observe students reading orally, which

can be telling. However, using these tools alone is inadequate for assessing comr
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prehension, and every tool has fltaws. For example,@texts can make

visible, to an extent, how students think. However, the act of oral reading chang-
es how readers comprehend, since they must pay attention to aspects of oral
performance, which can inhibit understanding. Another problem is that compre-
hension is more complicated than just thinking about words. Oral word fluency
reflects thinking, but it gives a limited picture. Also, traditional informal reading
inventories often are based on an assum tion-that.comprehension is about levels

of thinking, and they focus on immggliate.recali, such as retéliing after oral and si-
lent reading. But good readers don't think about texts using levels like “literal” or
“ritical~creative.” Nor do they start at the bottorn of a taxonomy of thinking and

move up from memory to interpretation, analysis, and so forth, as in Benjamin

 Bloom’s model (1956; Krathwohl, 2002). Retelling what is remembered is about

INTERVIEWS

extracting facts and may not involve constructing meaning at all.

Finally, assessments of listening comprehension and oral language produc
tion, both of which are closely connected to reading comprehension, tend to be
rare (RAND, 2002, p. 54-56). Note: Most informal reading inventories describe an
option of reading to students, followed by student retelling and/or answering ques
tions. This variation can provide an estimate of the “listening level,” which shows
comprehension capabilities when students are not restricted by print fluency.

Assessment Tools L] Caw

. oday a veritable cornucopia of formal and informal assessment tools
is available. However, not all are congruent with constructivist phi-
losophy, which positions personal meaning making at the center of -
comprehension. Fillin-the-blank and multiplechoice tests cannot show com-
prehension strategy use Of reveal the big ideas students construct in the way
writing, discussion, and artsbased projects can. Retelling and orai reading flu-
ency tests also fall short. A compendium of informal comprehension assessment
tools is included in the appendices. The following are basic tools.

Interviewing is not the most common assessment tool associated with cornpre-
hension, but it can be very effective in providing information about a varlety
of factors that affect comprehensiert™ Gary rite, i following
snapshot, is well aware that thebackground, interests, and pref(irgt}gg,s,.bf his
students loom large in their comprehension development. He Uses beginning:
of-the-year assessments o reveal the invisible and internal knowledge, skills/
strategies, and dispositions his students will bring to texts and comprehension
tasks. Gary uses many types of assessment tools during the year, inciuding infor-
mal and formal ones. This snapshot, in the form of a Q&A, is about an informal
tool: comprehension interviews.

As Gary Fife explains, interviews accomplish many purposes. Ready Re-
source 4.2 offers some guidelines for conducting student interviews.
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% Focus on establishing  relaxed conversational atmosphere.

& Begin by explaining that the purpose of the interview is to help plan teaching.
5 Let the child ask you' questions to clarify the interview process.

| = jot down notes, usirag‘a form as a guide.

I\ # Explain that the notes will help you remember what the student has told you.

GARY FIFE'S COMPREHENSION INTERVIEWS

it is August, and Gary Fife is getting ready to start another year. Gary has taught grades one
through five and says he is the first to volunteer when the principal asks for someone to change
grades. “Change keeps me fresh," he explains. "It really helps me keep curricular articulation in
mind. 1 like havirg experience with the full map of content and skills our district has outlined”

A high priority for Gary is gathering assessment data on his students. Since interviews are
one of his favorite forms of assessment, | decided to interview him about interviews.

CC: What kinds of interviews do you use?

Gary: | try to interview every parert before school starts. | call four to five parents each day.
It takes about five minutes per call. | introduce myself and then ask about the interests and
strengths of the child. | like to start with positives. | then basically ask them to tell me about
anything they think wilt help me help their child learn. If the parent has a lot of concerns, we
make an appointment for a conference to take the discussion further,

CC: What is the main purpose of the parent interview?

Gary: More than anything, | want to touch base, to meet them before there are any problems.
Parents are often surprised by the call. They think there aiready is problem, even though
school hasrt started! { want to build a relationship so when there are concerns, | can contact
them and they remember 1 was the guy who cared enough to call before school started.

CC: How do the interviews help you teach comprehension?

Gary: Well, | do ask a few questions directly related to reading, like, "Mm
M’ and | explain that | will be teaching my class about comprehension strategies.

| actually use those terms with the kids, so | want parents to know what is going on. L can't
give the parent a whole course in reading methods on the phone, but | do teli thern 'l email
them the strategies, and ! always put an article in our monthly class newsietter about com-
prehension. | also give the parents a heads-up that the kids h@s, and | track
things like their strategy use. | make notes when parents tell me about hbbbies and interests
of their kids, and | use that information to help kids select books for independent reading. |
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also encourage students to become “experts’ in something. They star@\ an interest.and
do Internet and library research.

CC: S0, all your students become experts?

Gary: Yes, every one of them, Some become experts in many things—everything from match-
bhooks to musicians. Some will get going on an interest and that draws in other kids. Often the
interests connect with science or social studies units or something in the news, like an election,

CC: What problems do you run into with the phone interviews?

Gary: Not too many. If both parents work or there is 2 single working parent, i call in the evening,
| leave a message during the day that Illbe calling back, or | invite them to call me at school. Oc-
casionally a famity doesn't have a phone, so 1 just stop by. This is a small town, so that can work
well. Most of the time | get invited in for sweet tea, I'm careful to ask if they have time to talk
and explain that | can come back. Oh, I've had ones who really bent my ear, usually about their
own problerns. Now | tell them up front that | only have a few minutes to talk, but if we need to
talk more, we can make an appointment for them to come to school. That works pretty well

CC: How do you use interviews with your students?

Gary: | enjoy those interviews. The kids teil me the most interesting things. T interview all stu-
dents by the end of the first week of school. Actually, | try to interview each student before
school starts, but some are farm kids and live way out.

CC: What do you ask the Stuien’tsi_,_/—’—]
' ;
Gary: The first interview is ?ﬂ general background intervie about interests, hobbies, their com-

puter background, where thmeled, and 56 on. | ask them about favorite foods and
colors. | had a boy last year who told me his favorite color was puce! He was serious, too, He
was a great artist and was really into shades and tints and such.

CC: Are there comprehension items on that interview?

Gary: Not directly. Again, I'm teying to build a relationship and find cut strengths and interests

| can build on. Interests set the stage for com rehension, in my opinion. Later | do another in-
N e s o

terview that is specific to comprehension.

CC What is it like?

Gary: |callit my[Good ReadW'rt is my bread and butter to get started with com-

prehension instruction. | ask all sorts of questions about reading: "What happens In your head,’

“Who do you know that is a good reader,” even "What do you think reading is?” Kids can be so
confused. They think good readers have to ko all the words and always follow along
when other kids are reading out loud. That tells me a lot. | dor't use round robin reacing,

(oo Reader WHor/e * but I've had plenty of students who came from first grades where it is alive and well.

What bappert
when ﬁo\j mad.

. o . )
in your e CC: How do you use information from the Good Reader interview?

Gary: As | said, it is where | start. So many kids don't really have a clue that the goal is
understanding. They aren't going to becomne good readers until they have thegoal .
straight. Then there are kids who are right on target. They talk about picturing in - S
their heads, being so into a book they don't want to go to steep. Some still use flash- i
lights under the blankets.

Who &0 Vio\f koo Wjﬁﬂ ‘l‘;
3 500(;1 reader?

Wihat do 4oY Hrink macﬂwgn ®?

CC: How long does thatinterview take?
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.- Gary: 1t is longer. About twenty, sometimes thirty minutes. | like to eat iunch with the kids
“accasionally, and | combine lunch with that interview, for some kids. { try to get one a day in, '
.lj(i;ng lurich, after s.ch_ool', whenever 1 can work it in. | post a sign-up sheet so-kids know where
hey are on the list. They actually remind me when their interview is coming up, and some will
ﬂ?‘lféér. ?:Q_g'i}?é up recess. They like the attention. ' L

ol

o I_sﬁ"ffc'héfzafzjdt of :lﬁ_fér\}f'ig\;vi_'ng during the first month?

t's abou forty—fwe minutes, total, per child. Its so worth it. l_nfq(matidn is power, arﬁé‘

get so much information about my students. They start to think interviews are cool. | think
o ‘-_yvatg;h Op_rah.,ahd other interviews on TV. Some decide to do their own inferviews. When
one té'i‘li_qu'thé_rjh'héw'm"uEhT like interviewing them and they enjoy my interviews, they -
to get in o the fun, Vvhatever we are studying, there’s atways the possibility of an inter-
Kids interview their friends and relatives, each other, the principal. it's my favorite kind of -
‘assessment, and it has become an integral teaching tool. DR : '

ote:Appendices A and B include:

INVENTORIES AND-SURVEYS

Interest inventories are based on the premise that people learn faster and better
when they are interested in the subject matter. The interest inventory focuses on
strengths, so it is a pleasant assessment—a kind of “getting to know you.” It is a
good one to start with and can be conducted in a variety of ways. One is to ask
students to fold a piece of paper in half and write the heading “Interests and Tal-
ents” on the left and "Problems and Questions” on the right. Typically students
list sports, games, favorite books, music, and other arts in the left column. Prob-
lems and questions will range from general concerns, like getting good grades
and having too much homework, to specific issues students are facing in their
lives, like bullying or worry over a parent serving in the military. Teachers can
expect to be surprised by the information students share. The two-column inven-
tory may also be used to help students find topics for writing and art making.
inventories can be done through discussion or by the student independent
ly. Students should be encouraged to respond in a number of ways. For example,
 create question cards and invite students to draw sketches in response. An inter
est inventory that uses movernent is called[Step in. Bsk students to stand in &
circle and then ask them to step in (or twist] slide, etc.) in response t© categories
you name {Cornett, 2011). For example, say, "Step in if you play a sport.” Ask for
information from those who have moved, and make notes on & clipboard.
Interest inventories may be conducted as interviews, especially if a child
has limited writing skills. Focus on establishing a relaxed conversational atmo-
sphere. Begin by explaining that the interview's purpose is to help you plan

A o Ffiktwwms@ /
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teaching. Use the guidelines presented in Ready Resource 472 but also take
time to share a few interests of your own, and let the child ask you questions

to clarify the interview process. Most children enjoy tatking about what they

like to do and things they know about, as long as they feel the teacher Wants
ro listen. Jot down ideas, using a form as 2 guide. Explain that your notes will
help you remermber what the student has told you. Appendices A and B offer

ideas for questions and categories, including a background inventory that asks

ahout interests.

CHECKLISTS AND RUBRICS

Checklists may be used t track strategies, concepts, and skillsXThe CPS Strate-
onts in tracking their OWn. pProgress.

gies Checklist in Appendix b involves stud
Rubrics ate more elaborate checklists organized in a hierarchy to show a

gradient of performance, such as the degree to which a strategy is used. There
are many types of Tubrics, but all use a rating scaie {e.g., 1 through 4), and some
include weighting. School districts often write rubrics to help make grading
criteria understandabl {brics and checklists should focus on key comprehen-
sion strategies and bt ideas. The Online Resource box below provides links to

some useful websites.

BENCHMARKS

Benchmarks are like rubrics, in that they use rank orderiéngzereaté'ﬁiéﬁﬁﬁm by
“Waﬂ, rankordered body of wotk samples and then using
body of work” (Baker

thern for comparison in making judgments about a larger
et al. 2004, p. 29). Without research-based benchmarkmadequate
progress in comprehension, we “risk aiming far too low in our expectations for

student learning” (RAND, 2002, xix). The comprehension rubric given in Ready
Resource 4.1 can be used tO help rank work samples to serve as benchmarks.
Coliaborative discussions about benchmarks can dramatically change your
view of assesstnent tools (Baker et al, 2004). To establish comprehension benchr
marks, discuss several possible text 1esponses with your students (as Tl discuss
in Chapter 9} and then order them collaboratively with. your students. Be sure to
use highlevel criteria. For example, have students collect anecdotes

= .f_WW.w;schgqll-.icji_s'gqyeryj.qom/é&hrdéEgQigjé ssess.html
- inwweduscapes com/ap/1OpICS3 T
wW-w.éteéchéré.Org7pr0jéc’cb'a:sed/cjhé;:_k_h;‘g's.h'é_mi._ S

- = wwwiteach-nologycom

about people,;
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gies. Then coach students to sankorder these behav-
tance to comprehension. (As an example, retelling
gs" would be ranked lower than listing thernes such
d “planning ahead.” At the highest level would be
ns big ideas like “Taking short cuts can lead to

ler level, write the CPS strategies on separate in-
ort them into “before,” “during,”

using comprehension strate
jors according to their impor
the plot of “The Three Little Pi
as "making good decisions” an:
concluding that the story explai
fong-term problems.”} On a stoap
dex cards and ask students t0 work in teamns o 8

and “after” categories.

STUDENT SELF-ASSESSMENT

criteria, studen
rechnicians to dentists, workers are €
tinually and make necessary adjustments.
f their own wotk to monitor change.
daily for discus-

By reftecting on comprehension ts can get a sense of how the
real world operates. From HVAC xpected to
examine their own performance cOml
Students can examine successive drafts o

Ready Resource 4.3 presents examples that teachers should use

sion or writing prompts.

PEER FEEDBACK

Students need to be taugh@ 7 and how T gespond to presentations, per

formances, and exhibits intenided to demonstrate comprehension. The art of
ticed so students learn to make evidence-based

noticing must be taught and prac
comments about what they see and hear. Direct them to use specific words, con-
.ll (11 Wonder —.—«w——"”

cepts, and feelings in their descriptions: "It made me feel ___

You may also use the learn—wonder-like (LWL) strategy. instructing students to
make three columns with these labels and jot down responses in each column
{look ahead to Ready Resource 7.11 in Chapter 7). Teach students that asking

questions is another form of feedback.
Roleplaying giving and receiving fe

dents take turns giving each other specific ideas
elop empathy by disc

working. Help students dewv
tive feedback and negative rernarks.

edback is a useful activiry. Have stu-
about what is working of not
ussing the effects of both posi

v/
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OBSERVATION

The famous baseball coach Yogi Berra advised, “You can observe a tot by watch-
ing.” Successful coaches can provide educators with useful assessment ideas,
and this is one of them. No other assessment tool is as important as careful
observation of students actually working with texts. Coupled with interview-
ing students about their thinking, observation permits real-time assessment
of actual problemn solving and moments of insight. Skilled observation may
seem casual and effortless. 1t tso't. Fruitful observation is predicated on teacher
knowledge. You have to know what to look for, including gradients of progress
toward key comprehension goals. Refer to the CPS Checklist (Appendix B.2) and
the comprehension rubric (Ready Resource 4.1) for suggestions of what indica-
tors to look for. Personal literacy also informs observation and helps teachers
understand when students are moving in the right direction toward processes
like summarizing and products like big ideas.

RECORD KEEPING ,

Checklists and graphs are examples of concrete ways to track comprehension
growth. These records can serve as powerful tools both to motivate students and
to inform parents. Any growth record needs to be as simple as possibie, focus-
ing on what's most important. Have students participate as much as possible in
documenting their own comprehension growth. :

ANECDOTAL RECORDS

Make these informal notes as students work with texts and as you observe conr
prehension products. A clipboard works well for organizing notes of the fly. |
label a square for each student with permanent marker and keep a small sticky
note on each square. This helps me keep rrack of which students 1 observe.
Colored-coded stickies help track days oF particular strategies (e.g., pink for ‘be-
fore” strategies). Keep targer notepads handy for additional notes. When students
know you will post stickies in their folders regulasly, they are interested in what
you write. Their interest reinforces the focus on assessment for learning.

PORTFOLIOS

Teachers have long used collected work (o show students’ capabilities and skills:
Checklists, anecdotal notes, and work samples give evidence of Progress toward
comprehension criteria. These work samples may be stored in folders, in thre
ring binders, or in electronic format. Written products and arts responses can
be invaluable progress indicators if students create them on the basis of cle
comprehension criteria and if these products are then examined based on tho
criteria. Today's “folios” and “efolios” offer great flexibilicy; for example, ev
studentchoreographed dances can be evidence of big idea understanding. Su
products can be recorded so students can view them, reflect, and assess £l
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degree of understanding they demonstrate. Some schools now use digital port-
folios, especially in the upper grades.

Not every piece of work should be kept. Focus on work that shows some-
thing important, but keep a range of work samples; not just “good” work, s0
students can see progress over time. Date the work and connect iterns to specific
goals. Revisit older work to celebrate progress and past $UCCesses.

Each child needs a containet for keeping evidence of growth toward com-
prehension benchmarks. The evidence serves as @ motivator. Store portfolios
where students can access them and check their own Progress. Srudents should
also be able to add dated evidence.

A set of guidelines for pottfolios appears in Ready Resource 4.4

CONFERENCES

Personal conferences provide valuable insight into children’s thinking and convey
the message that you care about their work toward specific goals. Three- to five
minute conferences allow students to discuss their comprehension goals, note their

‘prehension rﬁb}";c’ %n_Ré:ady'Resduri:e 41 for ideas
for comprehensions goals and benchmarks.)

inchide dated work examples that show

. progress toward benchmarks. include only
work that relates to the goals and benchrarks
‘listed in the front cover.

nchmarks ;ins‘igje_fhe o_n_fc'
and benchmarks should include

pr_e_heénsion as problem solving, as well as all
CP5 strategies. Continue to bring up the goals
throughout the day. Students cannot achieve the
goals if they do not know what they are and
inow ways To meet them.

¢ students fogueto
ach child should
vidual targets. < -

Use the portfolios fo motivate students’
learning and to promote independence.
Exampte; “tll be looking for people who are con-
centrating during DEIR. t have my clipboard and
sticky notes with your names. Pll give the sticky
notes to you to add to your portfolio”

the goé_lsi"émd the folder

_ h:th_éﬁ.éfe'-ie_arh'ing;'-Expiain :

j 10 & thinking.all the time about the
they. can put evidence in their port-

hey are getting closer to the goals.

3

ake time 10 :c;'i'_i'_s;ﬁ::'lsJSs'j'%i._ci_nﬁprehél_'éjsi_oh goals g
and 1o teach explicitly the concept of com- feontinued) )




CHAPTER 4

98

o help. What"' )
Gd petter?”

Target four or ﬁve students per day for ob- " a‘BoU't' sing ‘{'ne visual aft eiemen*{s i
s servat;on assessment (@8 , note concen‘cra o would hel you ‘do this more &ftenan
“tion or focus and use of evidence during ‘discus- h, con duct 00 rtf oh opre
stons) hlS ray be done during small group work dents © sh are thel r
Cwith, obsewation checkd ists. See the CPS C.'nzwec.kh.s_t: <, come togeth or
to share what they ) \

example in Appendnx B.2.
f orie- to three-minute individuat

conferences fo review students’ portfoi!os
kitchen tirnef ©© gauge your time. Try "do-

Once 2 mon‘c
senta’tlons Ask stu
or folios. With a partner. e

' '_'as a whoie group for students.
learned from themr partners _ _
. : i

: Make the portfohos the fo f CUS of parent
conferences. Have students show their

: W‘Th s‘tudents to accomplish this. ' 'por'tfohos polnting Out the goals ard: benchmarks _' ;
__ . tothelr. parents. and sharmg evtdence of thelr C

_progress t toward goals

ie grades o portfo
ubnc that. indicates

'hedu_le regular portfollo time” for stu-
< 1o Yook at their work and note prog- L
udents T might work with partners. orthe -
ass can come togethef G share ane thmg :

hows growth _

ho ewdence Crea’ce 8
what shou Id be. doc

mented in the folder to earn an A,B,and 50 foﬁh
Th;s can be “Jone for each gradmg penod of yous
'h‘{-use an. end—ofn‘the—year rubrnc along wit
pomts durmg the year, as iong as stude
Y lear abolt the Ratur of
eetmg the d—of the«yea

P

s’K students to look :

: onces. _mon’ch a
'-h ir goals ¢ and think @
ay: can doto

g rogress

keep;‘growmg"Th
sa) :'hole group:

g xarmiples of g0 s ar
mple; “Everyone, ‘has a g_oal
you; head dunng reading .'We ve talked

students get equal time. ) You
CPS strategy use. This is a good

samples. Weekly conferences ate
hension goals.

n egg timet O ensure

t o dernonsirate

brics, and work
student work roward compre

set new goals. (Use &
dents to bring a X

checklists, notes, Tu
ty for motivating

progress, and
might ask st
rime to TEVIEW
an important priori

d Teacher/Teaching

ressed assessment factors v

three other compxehensmn
g The following

Context, an

of this chapter add

This section looks at
t, and the teacher/teachin

Assessment: Task,

he previous sections
volving the leatner.

factors: the task, the contex
ion then discusses the final factor: the text.

sect

COMPREHENS\ON TASK

lves many rasks,
ading, &

Literacy invo including all the subskills that make
nd writing possitie. The task of comp

speaking, viewing, €

listening.
rehending
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written texts depends on readers having a solid foundation in sub-skills such
as decoding and word fluency—and these sub-skills also have sub-skills, such as
phonemic awareness and alphabetic principle. These sub-skills are means to the
comprehension goal, and that goal is twofold: immediate understanding and
long-term knowledge gain (RAND, 2002). To achieve both aspects of comprehen-
sion, readers must become increasingly adept at using thinking strategies to find
and synthesize important big ideas from texts.

Assessment should refiect the ultimate goals of comprehension—increased
knowledge and use of that knowledge to solve realdife problems—but, unfortu-
nately, widely used comprehension assessments focus heavily on only a few tasks:
immediate tecall/retelling, extracting ideas, and word meaning {(RAND, 2002).
The assessment tools described in the preceding section reflect an expanded
view of the comprehension task. (Chapter 1 and Chapter 2, in particular, de-
scribe the comprehension task in detail.)

The comprehension rubric in Ready Resource 4.1 is based on an expanded
view of comprehension, using specific descriptors for the “top” level of both the
comprehension product and the comprehension process. Teachers can use this
tool to create a full fourlevel comprehension rubric to give students a clearer
picture of comprehension goals.

CONTEXT

The place of text use (i.e, where and with whom the learner is encountering

the text) was discussed in Chapter 3. Any environment, including a classroom,
can encourage a culture of acceptance and encouragement or be a place that
threatens and discourages. To facilitate comprehension, the classroom should
be stimulating physically and psychologically. Look back to Ready Resource
3.4 in Chapter 3 for a checklist to use in assessing the classroom context for its
potential to facilitate comprehension and to identify ways the classroom may
inhibit comprehension.

TEACHERS/TEACHING

The effect of a teacher’s personal knowledge and beliefs on comprehension was
discussed in Chapter 3. The seifassessment in Ready Resource 3.3 can yield im-
portant information about a teacher’s knowledge of comprehension strategies.
Although the comprehension task is often determined by the teacher, the
éﬂﬁmate voal 1§ student seli-detefniination. Lhe thread of establishing student
independence by increasing responsibility incrementally runs through com-
prehension best practices. You can informally selfassess your knowledge about
best practices by using Ready Resoutce 3.5 and by studying the descriptions
of effective and ineffective practices provided in Appendices D and E. You
might consider to what extent you are encouraging independence and how
to do so more effectively. For example, you might set a goal to have students
increasingly generate their own questions for discussions so they become less
dependent on yours.

99
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¥

Text Assessment

exts—and whether they meet the needs and goals of the learner—are the E

Gfth comprehension factor considered in assessment. Chapter 1 intro- ,
duced a conteraporary concept of text that includes verbal (word-based), 1
non-verbal, print, non-print, digital, and arts-based materials. The characteristics

of a text (e.g. its organization, content, and format) have 3 rremendous effect \
on how readers process the information it contains, and whether the reader ‘
even continues Lo Use the text. For example, we readily flip o another television \

her website if a show ot site doesn’t suit our needs and

channel or click to anot
interests. Interest inventories help match students and texts, However, in addi \
tion to interest, we must consider several other factors when assessing texts for 1

students, inciuding accessibility, readability, and reading tevel.

INTEREST LEVEL

The sophistication and maturity tevel of a text’s content, ideas, and themes
affect how interesting it will be for a reader. These are not the onlty factors
that influence interest. A text's format and organization can provide interest,

especially if the form is new to the reader. For example, pop-up books and in-

teractive Internet gites attract certain readers because of the texts kinesthetic

nature. Certain gentes and authors may be of more interest than others.

ACCESSIBILITY
essible. Teachers should consider whether students have the

Texts must be acc
packground and emotional and cognitive maturity for the content of a-text, be it

a video on YouTube, a song, o a book. Judging 2 text's content appropriateness
and the potential for 2 student to make sense of it can be complex. In the case
of word-based print texts, students not only need the background and thinking

mprehend its meaning, they also need to be able © recognize a

strategies to CO
large percentage of the words and attach appropriate meanings to those words.

READABILITY

For more than fifty years, readability formulas have helped teachers match stu-
dents with books. Formulas such as the Fry and Fog estimate text difficulty -
based on variables such as average Senience length and number of multisyl- ff e
labic words in several hundred-word samples. The resulting text {evels indicate i
whether readers of a certain proficiency can be expected O comprehend the i
material. This is important because reading improvement comes from regular '
reading of texts that are not too difficult ot L0 €asy. o
Advances in technology and statistical analysis have ted to improvements
in readability science. Lexiles is an example of the computer-based fneasures
now available that rely on full scans of texts. Using morte than a text sample aid
accuracy, but with computer»based measures the criteria used must be comﬁu
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er friendly. Word counts and sorts, along with sentence length and complexity,
are stilt used. Appendix C.3 gives Lexiles for familiar titles.

In truth, a text’s actual readability is mOTe complex than what a computer
can recognize. Whether a text I8 readable has mnuch to do with the reader’s
prior knowledge Of packground about the text topic, interest in the topic, and
capability to use comprehension strategies. There are many text characteristics
that readability formutas do not consider, such as suitability of content for a
specific child. Indeed, interest in a topic can trump a text's difficulty. What's
more, there are no definitive criteria to judge literary merit or artistic excellence,
either. Decisions about these matters are left to informed ed 15 and parents.
Recommended criteria for assessing texts appear ppendix C jong with 2
correlation among Lexiles, grade jevels, and otheT popular text fevelers.

pplies to text difﬁcult@@ is about the reader.
Teachets use estimates of students’ reading (comprehensiorx) levels to help se
lect appropriate texts. It cannot be emphasized enough that reading levels, like
rext levels, are abstract constructs created by people. They are not absolutes. A
child's reading level is always an estimate. No test perfectly deterrnines which
rexts are Tight for all students. There are to0 many variables (e.g., the Five
Factors). Reading jevel 18 influenced by the test maker's definition of compre
hension, and the test items.

Different assessment tools yield different reading levels. For example, one
standardized test may report a grade level estimate of 5.5. That result may indi-
cate the level of text 2 student can be expected £ cornprehend independently,
or it may suggest a text level that could be used if the student has instructional
support. The Lexile level is based on the assumption that the reader needs 90
percent word accuracy and 75 percent comprehension t© read a texf SuCCess
fulty. That is considered an “ypstructional jevel” But what does it mean O
comprehend ¢hree-quarters of & text? We need to remember that percentages
and othet guantifications of comprehension have amnbiguous meanings that we
should guestion and crossreference with other assessment information.

Instruments use cal i ed on limited criteria, to define reading
levels. Tests such “Tnformal reading jnventorit determine these levels for in-
dividual students. In general, & person’s independent 1evel will be the lowest
numerical level and frustration the highest. For example, & child's independent
tevel may be 2.0, instructional 2.5, and frustration 3.0. The listening level may
equal the frastration level, of it may be higher. The percentages cited below
vary greatly d ending on the test and the Five Factors.

w Independent (easy). Reader can read the text with few word identification
““hlems and high _comprehension. Seandards vary from 95 to 99 percent
for word accuracy and achieve bettet than 90 percent comprehension of ext.

& | Instructiond (chaﬂenging). Word accuracy is 90 to 95+ percent and com-

—=hension 75+ percent. A student needs help using texts at this level. At
minimum, the teacher needs to introduce important words and phrases,
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do a guided walkthrough, and supply relevant background knowledge to
help the reader understand the text content.

e Frustration (di 1t). The reader achieves less than 90 percent word accura-
¢y and less than 50 percent comprehension. A text at this level is too hard
for the learner. However, a student with a lot of background relevant to the
topic and a high interest in the text can succeed, with teacher or computer

it {e.g., CD-ROM to assist with word pronunciation and explanation).

Listening. The listening level estimates comprehension potential, removing
FRE Timitations of print decoding. At the listening level, the student can
understand 75+ percent of the key concepts and big ideas if the text is
read to him or her.

[earners benefit from texts matched to their personal characteristics and
reading goals. Texts should be selected that ate not too difficult but nonetheless
present some challenge, and that are suited to the maturity, background, and
interests of particular students.

Fffective Differentiated Instruction

central purpose of assessment is to gather information in order to
design instruction that is appropriate for the particular needs and
strengths of students. Villegas and Lucas (2007) contend that “teachers.
have an ethical obligation to help all students learn” (p. 32). That is lofty taik,
but most teachers probably would concur. Walking the talk, however, is hard
work, driven by assessment. Teacher Gary Fife starts with interviews, buy, like
all effective teachers, he draws from a “panoply of practices” to assess and create
instruction that matches students’ needs (NRP, 2000; Pressley et al., 2001}). The
matching process is currently called “differentiation.”

The root of the word “differentiate” is differ, which medny vary, Students
vary. While people of all ages and stages share commonalities, each child is
unlike any other. Differentiated instruction is teaching made different because
students are different. This is not a 21st-century idea. Differentiated instruction
has 20th-century roots in personalized, tailored, and individualized instruction.
Labels change, but the beliefs that underpin the concept of differentiation have
remained strong and consistent. Why? Because differentiation has a dramatic
and positive effect on achievemnent. Given current technological advances, W
have more possibilities than ever before to design instruction that not only 1
sponds to differences, but encourages differences. e

Educators and parents have long known that children cannot be treated
equally—that just isn't fair. All children need help with some tasks to succeed;
All need challenge, as well. Most students become literate by following the ge
eral developmental path from simple to complex, but each child proceeds at h
or her own speed and needs varying levels of support. While some go stréight;
others zigzag. One-size-fitsalk instruction will not suitably outfit the diverse ch
dren traveling the literacy road (Reutzel, 2007). Assesstoent allows teacher
create instructional maps suited to individual needs and strengths.
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LEARNER DIFFERENCES

The list of all the ways learnets can be different would fill more than one book.
Differences among and within students have 2 major impact on what they need
to learn, the pace at which they can learn, and the support they need to learn
well (Tomlinson, 2000). Teachers who successfully differentiate ipstruction umn
derstand that comprehension is inextricably linked to a farger socio-cultural
context. Students represent diverse groups, each with a wortdview very different
from the others based on

s socio-cultural background, & econormnic status
values, and customs = religious practices

w erhnicity/race = political views

language(s) spoken = physical abilities

Of course, educatOors can address only those differences to which schools
can reasonably respond. For example, family income predicts student test SCOTES,
but schools cannot have much effect on the econornic circumstances of families.
Schools do try to compensate for some tealities of poverty by getting more books
into the hands of poot children. Teachers tap students’ strengths and interests
and teach them how to. use famnily traditions and stories as sources for writing
and art. This strategy shows respect for students’ background, and it parallels
how adult writers use their personal background to create their products.

Students differ further in their specific cognitive, physical, and emotional
development and in their background experiences and past learning opportuni-
ties. As teachers start each new year, they face the task of getting to know the
individuals who make up the class. Some of the questions that teachers will ask
are specific to comprehension, but others are general. Some are tisted in Ready
Resource 4.5. Additional questions that should shape assessment as well as dif

ferentiated instruction include:
What is special about this child?

What is the student’s background (sociocultural, economic, linguistic, etc.)?

=

What vatues does the learner hold {e.g., cultural and religious)?

@ What does the learnet already know and what can she or he do?

& What are the student’s strengths and general developmental needs?
= What about needs of the moment (e.g., a recent family death)?

What particular experiences have shaped this student, including school
successes or failures?

DIFFERENTIATION GOALS

Americans have a tradition of valuing diversity. Diversity is our beritage, and
tendencies to experiment and take risks rewarded our ancestors. Stark differences
among members make families, communities, and the nation interesting and
strong; embracing difference increases Our adaptability, heightens our empathy,
and broadens out perspective. Creating cookie-cutter kids s not 8 justifiable
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: LEARNER

What is the learner m‘cerested m? How can
interests be used to motivate the learner to )

" use texts to make meaning?
How deveioped is the student’s ab|l]ty to
attend, focus, concentrate, and persis’t in

" the face of problems?

What general literacy knowledge and skll%
does the student have? :
What prior knowledge ‘does the't earner
“have about top ics 10 be s’cudied? »

Wha’r expenences has the s‘tudeﬂt had ..Wlﬂ']
What about:”

£ How mdependent is the lea ._
dinated use of CBS strateg&es to rnake sense ' ) _
pfogress be shared in an ongomg _

of texts? To what degree can the %eamer : o I
generate ques‘nons to propel problem solv-’ e WlTh the student and her of hls parents?

for conformity and uniformity prepare for
the status quo. The future is all about change, and it beckons us to be more inven-
rional than conventional. To achieve this goal, comprehension instruction must
be differentiated in order to promote differences while ensuring that all of our
students have basic knowledge and skills to solve problems in creative ways.
Differentiated instruction seeks t© “rnaximize each student’s growth” by starting
at a student’s current level and creating interventions o move her or him forward
(Kiernan, 2000). In practice, differentiation results in instruction that varies in de-:
livery, materials use, and activities. For example, the teacher modifies the difficulty
Jevel, instructional intensity, ot amount of titne each child spends with given. texts.
Ready Resource 4.6 lists ten areas where teachers might think about how to differ:
entiate. The mnemonic “PARTICULAR" can help you remember them. ;

American educational goal. Teaching
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student success. The means is to 3
unique :p{oﬁie leferen_ ation is about chang ng wh
hl with what exp ctations- (product}

When would the student be most SLCCEss:
ful? 1s the student ready for ‘th;s ’iasson?

S product { on‘{eht/idéas./ T ‘jvh ‘Where. would the stude'}tlearn bes*t? Wlth :
‘ skllls/strategles) areto "< whom7 _ . S

L E What materials are bes’t squed to t'h_i_s stu- :

dent’s needs? . . AR

E What -options can 1 cffer for the s‘fuden*f to.'_.‘
demonstra‘re comprehensxon {assessment) i

RICUl AR MATER]ALS Select texts
'that the s‘rude \t can use successfuily
o Consl ider the students lnterest and backgrouncl
et dafﬁcuity and struc‘fure, and geme (e g :
ﬁctton/nonﬁctlon) =

“Increase of -' : j UTENSILS Select other media and tools as

& studied o' '"he'amount of e : appropna‘te to student needs (&g, com
Lo puter s software, art matena\s wntmg lmplemen‘fs'.
' '.and surfaces mus;c}

] ¥ Speec up. | For more able S
\learners, pre nd "o_mpact the curnculum '
W some students to's kip sorme tasks '

LEVE.L OF. DlFFICULTY Make the lesson
.somewha‘f challenglng using surprise,
mterest and mystery to engage.

2 TARGET/TASK: 'haﬂge the comprehensnon
_ task{CPS process or product) by offering tiered ASSISTANCE: Consider who the student

choices: students Ty focus on fewer strategies of  should work with ahd under what circum-
" be expected to findand- construct varymg amounts 7 stances (e g. alone or coliaboratweiy, with a

. of big ideas supported Wlth ev;dence _1 AR “partner or group). Use ﬂemble grouping.

ENSTRUCT 1ONAL SUPPORT Adapt high“ RESPONSE OPTIONS Vary the ways stu-
L prio ity b best prac’c;ces mc%udmg exphc;t dents can show they understand by offer-
: -teachmg scaffolding [coached practice with - ing choices ranging from writing 1o creating
'exampies and feeciback) high- “level questaons yisual art, drama, dance, and musical products.

| stral 5 Lok back at Ready Al responses shoulid have clear criteria fo en-
urce: 3 5in’ 'hap’ter 3 1’0;r a hst of best o sure they are connected o the target task.
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Fitting differentiation with standards

In the recent past, the curriculum of many schools has become constricted—time
for science, social studies, and the arts has been cut. Teachers feel compelled
to “cover” tested standards even though we know “covering” will not boost test
scores, Teachers often feel powesless and are distressed by pressures to make
every student competent at the same fevel with the same content using the
game texts.

The standards movement has provoked a national conversation about what
is most important to learn. Unfortunately, the discussion is often reduced to
how to make education more predictable. Standards imply standardization, uni-
formity, and conformity—yet, ironically, teachers are concurrently admonished
to tespond to diverse student needs {Tomlinson, 2000). Standards imply there
are to be no surprises. Differentiation and standardsbased teaching have to
coexist if the goal is success for all students, but Tomlinson (2002) proposes
educators step back and ask questions like these:

Do current standards represent the knowledge and skills valued most by
experts in each discipline? Is revision in order?

s Are standards reflected in the curricutum, or have they become the
curriculum?

How can standards-based curricula be organized so that students have
time to make sense of ideas and master skills rather than “race through
material to meet benchmarks™

Misinterpretation of the purpose of standards and misunderstanding of how
to use them can erode teachers’ morale, eviscerate the curricutum, and cripple
teacher efforts to customize imstruction for student needs. Standards ate one
source for curriculum development: they are meant to offer guidance about what
to teach. Differentiation, on the other hand, is process oriented, focusing on how
to teach (Tomlinson, 2000). Differentiation is not a recipe. On the contrary, it
is part of the instructional problem solving that is initiated by the kind of as-
sessment discussed in this chapter. Teachers collect assessment data so that they
can differentiate instruction that targets standards, making student success more
likely. Ready Resource 4.7 summarizes what differentiation is and is not.

Assuming a differentiation orientation

Children learn differently as a result of both genetics and upbringing. General

developmental human growth patterns can guide teachers expectations of how

children might respond to instruction, put nature and nurture interact to cause
each child to become one of a kind. Universal student success is impossible
unless teachers respond to the diverse characteristics each student possesses.
Of coutse, some children need more responsive instruction—instruction that
is differentiated for their particular needs and interests. The following ideas

offer a “differentiation orientation” to help teachers implement best compre:

hension practices. in particular, ceachers need to guard against contributing to

s

|
i
i
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' raft appropriate lﬂS‘t.TUC_tiOn that_-precj;
ill fearn best. - £

at they aiready know” {Tom

ach $tud_e"ht, There are times when whole-group
Ual heeds, while at other times one-ofi-one instruc

comprehension problems and, instead, make adjustments to increase students’
comprehension, especially for jow-performing students (RAND, 2002).

mbrace diversity> Teachers need to believe that difference can be an asset and
.not neces§arily a liability. Socio-culturally conscious teachers know that their
personal worldview is not universal and that it may not match that of their
students. A person's worldview is profoundly influenced by his or her “life ex-
periences, as mediated by a variety of factors, including race, ethnicity, gender
and social class” (Villegas & Lucas, 2007, p- 31). For example, some cultures sub-
ordinate the value of individuals to that of the group, an attitude that conflicts
with American culture. Some students from these cultures may be uncomfort-
able with individual attention and praise (Villegas & Lucas). Teacher should be
sensitive to this fact and not use any teaching tool uniformiy.
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Show interest

‘ ive chances

Offer help -

“ i Give feedback
B .Aéﬁ'high—'levei'qdestions
. Clarify |

- Dicplne

Eliminate low expectations. Hundreds of studies document the influence of
teacher expectations on student achievernent. This effect is known as the “self
fulfilling prophecy.” Abundant research demonstrates that children live up to
high or low expectations communicated in verbal and non-verbal ways. For
example, teachers may tend to touch and stand closer to students who are
achievers. They smile at them more, give them more chances, and affirm their
efforts more often (Tauber, 1997). Teachers need to guard against creating a
culture of low expectations for children who are disadvantaged by poverty or
background. 1t does happen. MeDermott and Varenne (1995) found that teach-
ers working with high achievers focused on higherorder thinking about texts
and reading for understanding. The same teachers, when working with low
achievers, focused on low-level factual reading, interrupted children’s reading
more frequently, and talked little about comprehension as the goal.

A “culture of low expectations” is manifested when teachers give students
from low-status groups unwarranted amounts of drill, practice, and rote learning
activities. Children suffer when teachers focus on words and facts and neglect
challenging work marked by “what if and I wonder why” questions (Gambrell,
Malloy, & Mazzoni, 2007, p. 35; Vitlegas & Lucas, 2007, p. 32). The accompany-
ing box offers additional tips for supporting students and guarding against
expressing low expectations.

Make quantitative and qualitative changes. Best comprehension practices are
appropriate for all learners, but they should be adjusted to fit specific students.
The kinds of and amounts of coaching, questions, and options for responding
to texts all matter when it comes to differentiating comprehension instruction
(Taylor et al., 1999). Some students need more think alouds to master CPS strat-
ot

egies, while others need different examples from different people, including
peers. Some students need individual tutoring, while others need a teacher

Speak respectfully to students. - _
Listen actively to students. Resporid verbaily and non-verbally: " - S
Stand near students. Use touch judiciously, such as-touching- an‘.arrr_é'é with two ﬁnge
- Ask about students’ interests. S T
. Make sure everyone has an opportunity to respond.
Give individual assistance.
. Give three o five seconds for a student to respond. SRR
Describe exactly what the student is doing that is warking and not W::Orkihg;
Ask students why, how, what If, and what do you think c;u'eétions_:. B
Ask students to explain their thinking to reach better uhder;ﬁtandihg."
Rermnain calm and make clear your behavioral expectations. . -
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who will alter the work itself. For example, a student may become adept at
predicting or summnarizing using a nonverbal text (e.g. a piece of art) when
she or he has failed at applying those thinking strategies to a word-based text.
Once a student masters a strategy with one kind of text, the teacher can help
the student transfer the strategy to another kind of text.

A student's ability to negotiate various texts may be affected by the range of
individual characteristics previously discussed. Background knowledge and socio-
cultural factors seem to advantage Euro-American students, because discourse
forms in most school texts more closely match their language background {(RAND,
2002). Teachers can facilitate student comprehension by using specific learner fac-
tors to select texts. For example, English learners read culturally familiar material
faster, recall it more accurately, and make fewer comprehension errors.

Take the student’s point of view. Teachers are well served by periodically sit
ting in students’ desks, both figuratively and literally. It is easy to forget the
obstacles words can put up. For example, by fourth grade students may lack the
strategies to comprehend large chunks of text that must be read in relatively
short periods of time. Inadequate background knowledge and lack of special
vocabularies to comprehend content texts are cOmmon problems. This pattern
of difficulties persists, even though educators have known the important role
of vocabulary in content comprehension for over seventy-five years (RAND,
2002 citing Whipple, 1925). Chapter 8 describes vocabulary learning strategies,
including a set of word-solving tools, that help students achieve increasing
independence in constructing meaning.

Today's students may even reject “school literacy” as trrelevant compated
to popular technologically dominated communication. Teachers can provide
important bridges that make texts accessible to students. Fot example, explicit
teaching of CPS strategies using alternative texts, including digital texts, is cru-
cial to establishing relevancy.

Look for similarities as well as differences. The array of differences and dif
ficulties that operate in the lives of majority monolingual students are also
present in the lives of minority students and English learners. Despite differenc-
es, students have much in common. Certainly, they exhibit similar symptoms
when they have comprehension difficulties. Differentiation principles should
guide instructional adjustments, but best practices are appropriate for all.

Avoiding detrimental differentiation

Not all differentiated instruction is helpful. Uniriformed teachers can make
mistakes. For example, when teachers react negatively to students’ dialects, this
differentiated response has a more adverse effect on reading comprehension
than the students’ use of dialect (RAND, 2002). A dismal image has emerged
from observations of teachers working with children from poor families and
non-Euro-American English learners (Allington, 1983; Allington & MeGill-
Franzen, 1989; Duke, 2000). These students rend to receive harmful forms of
differentiation such as the following:
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» Lowerquality literacy activities, with more focus on skills and less focus
on text interpretation, especially discussion to promote higher-order
thinking and expecting students to use more developed language to
respond. .

a Placement in the lowest reading groups and lowest gracks, where isolated-
skill instruction dominates and best practices are neglected,

More teacherdominated instruction that expects passive student response.

= More assignments to read and write single words and brief texts rather
than lengthy texts.

s Provision of few or no computess, or computers that have only low-evel
practice-oriented software.

1

Highstakes tests that measure limited lowlevel competencies, require little
inferring, and use forced-choice questions cause teachers to de-emphasize higher com-
prehension. If teachers expect low achievernent, they often get what they expect.

Also troubling is the pattern found with students who have a history of
reading problems in early grades. These students are likely to have had teachers
who underestimate their capabilities by

a asking mostly lowlevel factual questions.
a correcting oral reading more frequently than is justified.
s rarely focusing on comprehension as the goal of reading.

defining comprehension as getting of taking meaning rather than making
or constructing meaning.

Students taught in this way come {0 distike reading. They then read less, so
they get less practice and accrue fess knowledge to bring to reading. They simnply
never catch up {Allington, 2002a).

Positive differentiation is necessary to meet the needs of all students and
is the key to comprehension success for English learners and students disad- .
vantaged by background. Comprehension instruction that includes explicit
teaching of strategies and self-monitoring has shown promise with these type
of students (RAND, 2002). '

DIFFERENTIATING FOR SUCCESS:
STUDENTS WHO ARE LOW PERFORMING

Assessment information allows teachers to artfully select, adapt, and use best
comprehension practices with low-performing studernts {Reutzel, 2007). The fol
lowing examples fall within best practices that embrace the explicit teachin
of comprehension problem solving for the purpose of constructing meanify
These modifications provide the sort of comprehension scaffolding learne;
need. They are organized using the before/during/after categories that alig
with the CPS process. Many rely on additional diagnostic testing, especially fo
Tier 2 and 3 students in Response to Intervention (Rtl) programs. More inforem
tion on Rtl is provided in the box at right.
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BEFORE reading, viewing, or listening

s Activate prior knowledge: Use extended discussions to call up background
experiences relevant for the upcoming text.

e Frontload: Teach essential background knowledge, key concepts, and vo-
cabulary refated to the text. Use a pre-test 0¥ pre-reading discussion to
determine content or vocabulary gaps.

s Cue strategy use: Remind students to use multiple comprehension strate-
gies to increase understanding. Use a visual to review strategies about
which students have guestions.

5 Writing: Use prereading and postreading writing and discussion to i
crease student engagement with ideas and response to text. For example,
engage students in freewriting, listing, webbing, brainstorming, or word
assoctation related to a topic.

Use visuals: Use story maps, graphic organizers, and other visuals to help
students structure their thinking. For example, create a form for students
to record narrative literary elements during reading: characters, setting,
problems, plot events, resolution, and themes or big ideas.

DURING and AFTER reading, viewing, or listenirg

s Monitor: Coach students to stop periodically and self-assess whether comn-
prehension is happening. Teach them to ask, “What have I learned? What
relates to my purpose ot problem? What makes sense?”

w Inference scaffold: Ask students to restate information from the text during
reading.

= Assign projects: Embed new ideas and skills in projects that are interesting
and have clear meaning in students’ lives.

= Use hands-on activities: Teach in ways that connect to students’ lives (e.g.,
teach poetry using “rhythm and poetry” [RAP] music).

it s recommended that diverse texts be used, including primary texts, fiction
and nonfiction, and verbal and non-verbal texts, inciuding Internet texts. In
particular, songs permit many students to practice CPS strategies, even those

"~ Tier 1 fall childreny), Tier2 (students need more assessment:” 1.\
"' fo diagnose and provide more inténse intervention), and -~
.. Tier 3 (students receive additional assessment and.the most R
" intense intervention, including one-on-one tutoring): Other - -
‘states use a five- or sctier plan. For more information about .

rescri od of implementing Rtl. Some states, - I5¢ plan. Forimore inform
tricts have implemented a three-tier plar, for example, R_t_f,-v‘isit _http://_idea.ed.gov/down}lq’ad/;{atﬁtg;'bthé{, o
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Studies of English learners who read well reveal strategies that can be
taught to all English learners. For examnple, successful second-language readers
use strategies and knowledge acquired in a first language to approach reading in
the second language. They also use bilingual strategies, such as drawing upon
cognates, paraphrased transtating, code mixing, and switching (RAND, 2002).
Less successful learners tend not to transfer strategies across languages, and
some think they have to keep languages separate to prevent confusion.
Comprehension success for students from varied cultural and linguistic
backgrounds depends on implementing the best practices described in this
book, including use of assessnent to construct learner profiles and differen-

d preferences. Learner profiles
essitates the teaching of

tiate instruction for their needs, interests, an
intersect with the task of comprehension. This nec
words, decoding, and fluency alongside explicit instruction in comnprehen-
sion strategies that permit access to big ideas. English learners need time to
engage in extended reading of diverse texts, just as any other student does,
and they benefit from choices in how to respond to texts, including writ-
ten, arts-based, and computer options. English 1earners need to learn how to
use technotogy and multimedia to support content learning, as well. All of
these recommendations fa11 within the best practices framework that culmi
ents and the embedding of
ady Resource 4.9 includes

nates in student participation in main literacy ev
hension strategies. Re

content lessons with compre
further recommendations.

already literate in one fanguage, ©
d should not be overly concerned about pr

hey have the conceptual background for
“Eriglish words that iat & concepts.
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sumpllﬁed language. : :
w correction of language when approprla’te [e g, grammar and formal usage
sensitivity.’

. Textneeds: ELs need content- nch dwerse texts mciuchng o
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- I
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ass stwe technology (eg C D-ROM: _h alio ; studen ‘
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[
&
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Teachmg All nine best comprehens:on pract !
ter 3) The followzng are examples of stude t'n eds:

. icm strategies) o RIS R
A multlsensory app{oach (wsual audltory/oral kinesthetac tactile VAKT]) that uses
“real things'—items that can.be touched, seen,. heard and so forth Examples are vrd« -
eos, virtual ﬁelds £1ips, models and artlfacts The ln‘fernet is-a rlch source ‘

i .

a - Oppor’fumties for informai and formal oral language use '

s Vocabulary development and word solvmg strategles 1o anchor comprehensmn For
exarngle teach cognates that are sbared among langua,ges and pomt out s;milar wcrds

s Arts-based teach:ng that aliows non-verbal responses :

s Visuals for vocabutary and concept understanuing For example post key Word '
(e.g., directions, high- frequency env;ronmen‘cal words l;ka ‘exit” ancl en’france }W|th
pictures, : EERE :

Sources: Au, 2004; Fitzgerald & Graves, 2004; Gersten & Baker 2000.




Conclusion

omprehension is influenced by who is using the text, what text is
being used, and where, how, and why the text is being used. When a
person reads matters, t00. Some folks read to put themselves to sleep at
night; others can't imagine starting the day without the newspaper. This chap-
ter addressed these topics as they relate to assessment.

The chapter described assessment as integral to instructional problem solv-
ing. It discussed the Five Factors that influence comprehension as a way to
organize assessment for the purpose of collecting data and shaping differenti-
ated instruction. The Five Factors are infinitely variable, making each act of
comprehension like live theatre, never to be repticated. Think about yourself
reading this text or using another text under different circumstances. How
does the context {e.g., whom you are with) change both your reaction to a text
and your subsequent understanding of it? Perhaps you can think of a film you
have seen with friends or a song you heard at a concert. In particular, think
about how your emotions are affected by the context of using a text. The Five-
Factor model implies that teachers must respond to these influences.

The latter part of the chapter examined underserved students, such as
English learners and students from disadvantaged backgrounds. Recommen-
dations were made for differentiating instruction to facilitate comptehension
SUCCesS.

CHAPTER

The following are examples of big ideas from this chapter. Use the list to syn-
thesize your own list of priority big ideas related to assessing to differentiate
comprehension instruction,

1. Assessment is the data-gathering part of instructional problem solving.

2. A major goal of assessment should be to motivate learners.

3. Teachers need multipie informal assessment tools to gather information
about learners, the comprehension rask, texts, learning contexts, and their
own teaching.

4. A key instructional goal is to increase differences among students.

5. Assessment results allow teachers to differentiate instruction, with a focus
on learners’ strengths and needs.

6. When the task of comprehending 15 reduced to test taking, student think
ing and motivation are diminished.

7. A growing body of research-based strategies helps teachers differentiate for
diverse learners, including English learners and low-performing students.

8. Differentiation can be both detrimental and helpful to learning.

Assessing to Differentiate Instructi
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